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IDEAS IN EDUCATION: 
Editor's Pref ace 
This first issue of Ideas in Education begins a series of annual 
publications about ideas being developed, explored, and researched by 
faculty members and graduate students of the University of Central 
Florida College of Education. Some of these ideas are in the early 
stages of deve opment and implementation; others have already been 
tested in educational settings. 
WhiJe future volumes may focus on special themes, this issue was 
designed to present a wide spectrum of projects currently underway 
or recently completed. These range from a study of various types of 
instructional groupings for learning disabled children to a report of 
a summer institute to reduce science anxiety in elementary teachers, 
from an exp oration of the role of competit"on in art shows to a com-
parison of the written work of British and America school children. 
Investigations of perceptual earning sty es, educators' professional 
reading patterns and an ethnographic approach to selection of low 
enforcement personne are also inc uded. A major article presents the 
findings of a follow-up study of UCF College of Education graduate 
students conducted during this academic year. 
A final important aspect of this issue is the presentation of a series 
of dissertation abstracts from the work of our doctoral students in two 
cooperative programs between this college and the colleges of educa-
tion of the University of Florida and Florida Atlantic University. Doctoral 
programs are current y offered in Curriculum and Instruction, Adminis-
tration and Supervision, Counselor Education, and Instructional Leader-
ship. The inclusion of these doctoral dissertation abstracts is planned 
as a regular feature of Ideas in Education. 
The publication o th·s issue comes at a time when public education 
is under intense scrutiny at al levels. The National Commission on 
Excellence in Education has recently used the terminology " ide of 
mediocrity" to describe the overal1 status of public schools today. 
State legislators are actively debating the most effective paths to 
changing this trend on the state level with impetus from a governor 
who wishes to place Florida in the top quartile of national educational 
quality. Along with such bad news, we recognize the need to spread 
the good news about education, including attempts from college 
educators to address the need for excellence through their research 
and ideas. It is in this spirit of positive searching that the premiere 
issue of Ideas in Education is presented. 
-Sharon Lee Hiett 
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Perceptual Style and 
Mode of Presentation 
Donna J. Toler 
Assistant Professor, Educational Services Department 
(Educational Media/ Instructional Technology) 
The need to explore individual differences in learning style has 
been emphasized by a number of learning theorists [Cronbach, 1967· 
Gagne, 1967; Snow & Saloman, 1968; Snow, 1970]. The aim of such 
research is to determine "in what manner do the characteristics of 
learners affect the extent to which they attain the outcomes from each 
of the treatments that might be considered? Or considering a parti-
cular learner, which treatment is best for him? ' [Snow, 1970, p. 65]. 
The primary categories of apptitudes which can be identified and 
which may affect learning include intelligence, personality, interests, 
and cogn"tive style. There are several specific areas of cognitive style 
which appear to be directly related to media research including dif-
ferentiation (field-dependence/field-independence) [Witkin, 1962] and 
leveling.sharpening [Gardner, Jackson, & Messick, 1960]. While over 
fifteen cognitive style dimensions have been identified, many of them 
are relatively unexplored {Messick, 1976]. One such area is that of 
perceptual type. 
Perceptual Type 
The learner variable of perceptual type was identified by the initial 
research of Viktor Lowenfeld [1939, 1945, 1952, 1970], who demon-
strated the existence of "two distinct perceptual types, based on two 
unlike reactions to the world of experience' [Lowenfeld, 1945, p. 100]. 
While working with the visually ·mpaired, · Lowenfeld noticed that, 
while some partial1y sighted individuals were content to rely on the 
sense of touch when modeling with clay, others needed to examine 
obJects with what limited sight they possessed. Similar tendencies 
were found in 4'norma1'' populations. Lowenfeld called these two per-
ceptual types haptics and visuals, respectively. 
Visuals tend to use their eyes as the main intermediaries for their 
sense impressions. An extreme visua] is one who would be totally 
"Jost in the dark, depending completely on his sight to perceive the 
outside world" [Lowenfield, 1945, p. 101]. The visual tends to trans-
form kinesthetic and tactile experiences into visual ones [Ausburn, 
1975). 
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Haptics, on the other hand, although possessing normal v1s1on, 
do not use their eyes but rather rely on other senses and haptical 
experiences to perce ive their world . The extreme haptic ''uses his 
eyes only when compelled to do so; otherwise, he reacts as would a 
blind person who is entirely dependent upon touch and kinesthesis,, 
(Lowenfeld, 1945, p. 101]. 
These two perceptual types can be thought of theoretically at 
opposite ends of a continuum, with most people falling som.ewhere 
in between. Lowenfeld felt that in a majority of the population there 
is "an appreciable tendency toward the one or the other' [Lowenfe1d, 
1945, p. 101 J. Using a series of five tests which he deve1oped, Lowen-
feld screened over 1100 subjects and found 4 7 % of the population 
were clearly visual) 23% were haptic, and 30% scored somewhere 
in between (indefinites). Other researchers [Walter, 1963; Ausburn, 
1975; Erickson, 1969] obtained results not significantly different 
from Lowenfe d s. 
Perceptual Type and Presentation Mode 
F. B. Ausburn [1975) explored the relationship of perceptual type 
and presentation mode (simultaneous and sequential) on a visual 
location task. The task involved looking at three success·vely wider 
angle slides of a complex piece of equipment and then identifying a 
criterion item. Visuals and haptics viewed the slides either simul-
taneously or sequentially. Ausburn found that visuals scored higher 
than haptics in both treatments on the visual location task, and both 
visuals and haptics in the simultaneous treatment group scored higher 
than those in the sequential treatment group. The haptic was able to 
use the simultaneous presentation of images to supplant the mental 
task required in the sequential mode. 
Study 1 
A similar question was explored by this writer. The purpose of the 
study was to determine the effect of simu taneous and sequential 
presentation modes on a visual discrimination task at two levels of 
complexity by visual and haptic students. 
Approxirnately 200 seventh and e"ghth graders were screened for 
perceptual type using three of Lowenfeld's tests. Half of the visuals 
and half of the haptics identified in the screening were randomly 
assigned to the simultaneous treatment group while the other half of 
each percept ua l type were assigned to the sequential treatment group. 
Stimuli were imaginary "moon monsters" constructed so that the 
attributes and values of the attributes could be precisely identified 
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and defined, yet would be novel and unfamiliar to the students. At 
the low Jevel of complexity, each figure contained two relevant attri-
butes and three irrelevant attributes {Figure 1). At the high level of 
complexity, each figure contained five relevant attributes and two 
irrelevant attributes (Figure 2). 
Figure 1 
Low Level of Complexity 
Two relevant attributes (eyes mouth); 
Three irrelevant attributes (hair, ears, nose) 
Figure 2 
High Level of Complexity 
Five relevant attributes (hair, nose, mouth ears, legs),-
Two irrelevant attributes (eyes, arms) 
Each group received ten problems at the low level of complexity 
followed by ten problems at the high level of complexity. A problem 
consisted of the presentation of three stimulus figures, simultaneously 
or sequentially, followed by the presentation of a single test image. 
The participants were asked to tell whether or not the test figure had 
the same attributes that the three stimulus figures shared. 
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Of the population tested, 24% were identified as visuals, 22% 
were identified as haptics, and 54 % were identified as indefinites in 
perceptual type. These findings differ significantly from those of other 
researchers who conducted their studies with adults. 
The scores at each level of complexity were examined as a func-
tion of the other two factors, perceptual type and presentation mode , 
by means of a 2x2x2 factorial ANOV A with repeated measures on the 
third factor. Three main effects and one interaction were found to 
be significant (p~.0005). Students of the visual perceptual type did 
s .ignificantly better than those of the haptic perceptual type on the 
visual discrimination ask. Simultaneous presentation resulted in 
significantly higher scores on the visual discrimination task than did 
sequential presentation , particularly at the high level of complexity. 
The fact that percentages of the population of seventh and eighth 
graders · dentified as visuals and haptics in this study differ signifi-
cantly from those of adult populations in ·other studies suggests the 
need for further invest· gation regarding the origins of perceptual type, 
the role of visual literacy programs and the electronic media in the 
development of perceptual type and the identification of other tasks 
in which perceptual type affects performance. ls perceptual type 
learned? Is it inherited? Are there specific tasks at which the haptic 
perceptual type succeeds when the visual type cannot? Does per-
ceptua type, once established, remain the same throughout one's 
ife? Can training cause a visual to become a haptic or a hapfic to 
become a visual? ls the e any correlation between perceptual type 
and intelligence scholastic ability, creative ability, or career goals 
and success? Or might perceptual type be related to some other indi-
vidual. difference or cognitive style? 
Study 2 
Recently 135 subjects were screened for perceptual type. The sub-
jects were students in the UCF College of Education's basic methods 
courses. Subjects ranged in age from 18 to 52, in class standing 
from freshmen to seniors, and in major from education, humanities, 
fine arts, and engineering to the sciences. The three tests used in the 
first study were administered and the same criteria for evaluating the 
results were applied. 
The result of this screening was a distinctively atypical distribu-
tion of type: approximately 5% were identified as haptics, 31 % were 
visuals, and 64 % were indefinites. The distribution prompted new 
questions about perceptual type: Does perceptual type influence 
vocational preference? Would a larger proportion of haptics be found 
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in a community college or vocational school setting? Does the visual 
fare better in K-12 education? 
Results indicate that further research is needed to determine the 
nature of perceptual type, the influence of education on perceptual 
type, and the effect of perceptual type on learning. • 
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A Study of Attitudes and 
Related Anxieties Toward 
Teaching Elementary Science 
Patricia C. Manning 
Associate Professor, Educational Foundations Department 
Robert C. Bird 
Associate Professor Instructional Programs Department 
A study was conducted at the University of Central Florida to 
determine if a U.S. Department of Education Physical Science Summer 
lnst"tute could reduce anxieties and develop positive attitudes toward 
teaching elementary science. Thirty-five K-5 classroom teachers from 
seven Central Florida counties participated in the institute. The ob-
jectives of this institute were to provide teachers with: ( 1) direct ex-
periences with physical science phenomena which can be observed with 
inexpensive materials; (2) direct experiences using the LOGO com-
puter language on a microcomputer; (3) demonstration of physical 
science concepts wh"ch are found in various elementary schools' texts 
and curricula; (4) science activities that could be integrated into reading, 
language arts, socia1 sciences and arithmetic; (5) plans for imple-
menting science activities in their home school for the coming year; 
and (6) positive experiences to enhance the attitudes and reduce 
anxieties that most elementary school teachers have regarding science 
(i.e., it is difficult, unimportant and frightening). 
The teachers were involved in activity-oriented science programs, 
field trips, computer education and physical science content during 
the institute. 
In order to evaluate the project, the design chosen was a modified 
static group comparison. With this design, a pretest and a posttest 
were given to the experimental group, and a posttest only was given 
to the control group. 
The control group selected was composed of elementary school 
teachers enrolled in an early c~ildhood class in the College of Edu-
cation at the University of Central Florida during the summer term 
of 1981. This group was chosen for its similarity in interests to the 
experimental group. 
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The instruments used in making the comparisons between the two 
groups were the Mod~fied Bratt Attitude Test (M-BA T) and the State-
Trait Anxiety Inventory (ST Al, A-State). The M-BAT was developed by 
Westerback [1979] at C.W. Post CoJlege, Greenvale, New York, and 
measures attitudes toward teaching science. The M-BAT is a scale 
derived from the Bratt Attitude Test which in turn was developed 
from the Moore Attitude Scale. Both of these scales are reported in the 
literature, and are considered reliable and valid. The reliability of the 
M-BAT has been reported in the 0.61 to 0. 73 range, and the content 
validity has been attested to by a panel of science educators at New 
York University. 
The STAI (A-State), developed by Spielberger, Gorsuch and Lushenr 
[1970], measures transient anxiety levels. Because of the transitory 
nature of anxiety state, the alpha coeffic·ent provides a more mean-
ingful index of the internal consistency of A-State than do test-retest 
correlations. The alpha coefficients were computed by formula K-R20 
as modified by Cronbach. Their reliability coefficients ranged from 
0.83 to 0.92. 
Construct validity of the A-State was evidenced by administering 
the A-State under varying conditions of stress (normal and under exam 
conditions).. The mean score for the A-State was found to be con-
siderably higher under exam conditions than under the normal con-
ditions. 
In our administration of the STAI, the teachers were told to 'Ima-
gine that you a e a classroom teacher in an elementary school. Among 
your duties you are total y and solely responsible for the teach·ng of 
science to you class." This was done in an attempt to mea§ure the 
anxiety level associated with teaching science. 
On the morning of the first day of the institute, the experimental 
group was tested with the M-BAT and the ST Al. The posttest, using 
the same instruments, was administered to the experimental group~ 
on the last day of the 4-week program. The control group was tested 
.with the M-BAT and STA during the third week of the summer term. 
Results 
The tests were given to the experimental group and the control 
group, and a comparision of the mean scores was made using the 
t-test on observations 0 1 and 03 ~ The results are reported in Table 1. 
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Table 1. Comparison of Pretest Mean Scores for Experimental 
and Control Groups on the M-BAT and STAI 
Group x STD STD . T 2-Tail Deviation Error Value df Prob 
M-BAT Experimental 83.68 8.59 1.41 
Control 84.25 7.04 1.44 -0.2.7 59 0.786 
STAI Experimental 48.84 14.17 2.33 
Control 42.45 11.93 2.43 -1.82 59 0.073 
Statistical testing of the mean scores on both instruments indi-
cated no significant difference at the preselected .05 alpha level. It 
was assumed, therefore, that the groups were similar in attitude toward 
teaching science and the accompanying anx·ety level. 
0 3 was compared to 0 2 ; this was done to measure the effect that 
the Summer Institute had on the K-4 teachers enrolled. These results 
a e found in Table 2. 
Table 2. Comparison of Postest Mean Scores for Experimental 
and Control Groups 
Group STD STD T df 2-Tail x Deviation E Value Prob ror 
M-BAT Experimental 93.97 7.67 1.26 4.99 59 0.001 Control 84.25 7.05 1.43 
STAI Experimental 35.30 7.19 1.18 
-2.93 59 0.005 Control 42.46 11.93 2.43 
On both the M-BAT and ST Al tests, the values of the 2-tail proba-
bility indicated statistical significance at greater than the preselected 
.05 alpha level.. The scores on the M-BAT were higher for the experi-
mental group, indicating a more positive attitude toward teaching 
science, and the scores on the ST Al were lower for the experim.ental 
group indicating a lower anxiety Jevel toward teaching science. It is 
reasonable to assume that these scores are the result of the treatment 
received by the experimental group (i.e., the Physical Science Sum-
mer Institute). 
A ~ompa.rison of posttests and pretests of the experimental group 
was done to determine if the changes in mean scores were statisti-
cally significant as well as apparent. The results are reported in 
Table 3. 
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Table 3. Comparison of Pre- and Post-test Mean Scores-M-BA 
and STAI-Experimental Group 
Test 
M-BAT 
STAI 
Pretest 
83.68 
48.84 
Post test 
93.97 
35.30 
STD STD 
Dev. 
8.73 
12.69 
Error 
1.44 
2.09 
T 
Value 
-7.17 
-6.49 
df 
36 
36 
2-Tail 
Prob 
0.001 
0.001 
On both tests, M-BAT and STAI, the value of the 2-tailed proba-
bility indicated statistical significance at greater than preselected 
.05 alpha leve1. 
The analysis of the data collected indicated that on the pretests 
the K-4 teachers in the Summer .Institute had the same attitude to-
ward teaching science and were slightly more anxious toward teaching 
science (although not at a significant level) than those in the control 
group. The K-4 teachers showed a large, very significant gain in posi-
tive attitude towards teaching science and a large, very significant 
loss in anxiety level on the posttests. Since the groups started out 
at the same level and the K-4 teachers showed imp ovement, this 
testifies to the effectiveness of the Summer sc·ence Project. The 
project was also judged successful by the participants as seen in their 
responses to the end of the summer questionnaire.. Ninety-one per-
cent responded positively to the question , "l wil I significantly change 
my approach to teaching next year." 
Follow-up 
In March of 1982, a questionnaire, the M-BAT, and the STAI were 
sent to participants in the summer program. We obtained an 80% 
return rate. Eighty-eight percent of those reporting said that they were 
spending more time this year than they spent last_ year teaching science. 
Eightyythree percent reported that they had changed the content of 
the course they teach, and 100% said they were teaching science as 
a "hands-on" activity. Sixty-nine percent had attended an in-service 
meeting in science since last summer. Ninety-three percent had shared 
last summer's experiences with other teachers, and 59% had talked 
to PTA groups about improving science teaching. Forty-eight percent 
requested outside resource help in science, 54% had taken their 
dass on a science f"eld trip, and 44% had classes participate in 
science fairs, whereas on y 12% participated in science fairs last year. 
On this questionnaire we obtained data on time spent per week 
which was compared with data collected from elementary school 
teachers in Central F orida taking graduate courses at the University 
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of Central Florida during the summer and fall of 1981 [Manning, 
Esler & Baird, 1982]. These data are found in Table 4. 
Table 4. Time Spent Per Week for Teaching Science* 
None 1 hr. 2 hr. 3 hr. 4 or more hrs. 
Institute Participants 
7 Mo. Follow up 
*From Manning Esler 
Baird (1982) 
0% 
24% 
17% 
24% 
46% 
28% 
25% 
14% 
13 '70 
9% 
A comparison of the follow-up scores on the M-BAT and the STAI 
is found in Table 5. 
Table 5. Comparison of M-BAT and ST AI Mean Scores 
Mean STD STD T df 2-Tail Dev. Error Value Prob 
M-BAT Posttest 94.96 8.27 L62 
.093 25 0.363 7 Mo. Follow-Up 93.58 7.11 1.39 
STAI Posttest 34.50 7.06 1.38 3.35 25 0.003 7 Mo. Follow-Up 29.23 7.27 1.43 
On the M-BAT the value of the 2-tailed probability indicated no 
significant difference between the posttest and the follow-up test. The 
value of the 2-tailed p robability on the STAI indicated statistical sig-
nificance at a greater level than the preselected .05 level. From these 
data it appeared that the positive attitude toward teaching science 
developed by the institute participants had been stable over a period 
of seven · months The anxiety level made a further decrease during 
the same time interval. This might be explained by the fact that the 
K-4 teachers were back in their own familiar environment, had had 
seven months experience teaching activity-oriented science lessons to 
their classes and, therefore, felt less threatened by being required to 
teach science. • 
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Writing Behaviors of British 
and American Ten Year Old Children 
Delorys Blume 
Assistant Professor Educational Foundations D ,epartment 
Jeanice Midgett 
Associate Professor Educational Services Department 
(Exceptional Education) 
The improvement of writing skills depends upon the systematic 
investigation of the process and the conditions for learning. A faculty 
exchange program between he University of Centra Florida and 
Bulmershe College of Higher Education, Berkshire , Eng and, offered 
the authors the opportunity to study the written compositions of 
American and British children . 
American educators have been interested in the teaching practices 
of the British Primary Schoo s since the late 1960 s when many 
teachers read about the practices in England, and large numbers o f 
them traveled to Britain to see for themse ves the new and different 
approaches to school curriculum. The jnterest in these schoo]s was 
aroused by the pub1ication of the Plowden Report [ 1967], a British 
government sponsored study of early education. 
The school day in England inc1udes basic skill work ·n the morning 
with concentrat·on on math, reading, and writing; the teacher ·s respon-
s"ble for curriculum programming and "ndividual pace setting. ln the 
afternoons students do interdisciplinary project work and move freely 
throughout the school in order to study their projects. Children usually 
write their reports on these projects, but as .an alternative they may 
choose to report through painting, drama, poetry, or music. 
The teaching of written composition in E~.ngland appears to be quite 
different from the teaching in American schools, where the emphasis 
is on earn·ng skills before writing is attempted. British children typ· -
ca Hy begin the writing process in the infant school, ages five through 
seven, as a part of integrated, often self selected, projects, and they 
cont"nue to write as a natural activity throughout their elementary 
school years (Rogers, 1970; Evans, 1971]. 
In our experience, many American children are not expected to 
write their own compositions until the second or third grade. Most 
primary language arts texts stress learning the skills of capitalization 
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and punctuation by providing examples for children to correct rather 
than expecting children to write in their own words. The school day 
in American schools is usually scheduled around subject areas with 
some time given separately to library work and the arts. 
The major purpose of this investigation was to review the social 
dynamics of the two school experiences in learning and communi-
cation. The results of the study of attitudes of these two groups are 
reported elsewhere {Midgett & Blume 1982]. The purpose of this 
part of the investigation was to determine if differences in form or 
substance would characterize the writing of the two groups of children. 
Method 
Subjects 
Participating in the study were 61 American ten year old students 
(29 males, 32 females) who attended Pershing Elementary School in 
Orange County Florida and Sterling Park Elementary School in 
Seminole County, Florida. The 53 British students (21 males, 32 
females) we e enrolled in a junior school in the county of Berkshire, 
England. 
The British school was selected by the Director of Junior Schools 
for the Berkshire Education Comm"ttee; the school matched the upper 
middle class parental occupational status of the American schools. 
The American schools were selected because of the interest of the 
teachers in participating in the project. 
Instruments 
Writing exercise. The students were assigned a pen pal of the same 
sex and asked to write a letter telling about themselves and their 
schooJ, and students were given as much time as they wanted to write 
and make revisions. 
Scoring the writing samples. Two raters were trained with 95% 
inter-rater agreement on the Schroeder Composition Scale [1973] 
which was designed to describe the writing behaviors of elementary 
and junior high school stµdents. The following items were judged by 
the authors to be appropriate for analyzing letters: 
• uses concluding sentence 
• expresses theme or abstract generalization 
• number of communication units 
• percentage of communication units with capital letters correct 
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• terminal punctuation correct and containing coordination 
• number of words 
• words per communication unit 
• spelling errors 
A ucommunication unit ' is defined as a sentence or a statement 
that has a kernel of meaning. For example, "Hi' would be rated as 
a communication unit even though it is not a complete sentence. 
A "concluding sentence" is defined as any statement that ends or 
summarizes the Jetter. "Theme or abstract generalization' is defined 
as any statement dealing with significant ideas or concepts that go 
beyond describing the concrete, here and now occurrences. 
Data Collection and Statistical Procedures 
Both the American and British children wrote their letters during 
the second and third weeks of. February, 982. Copies of the letters 
were made for distribution to the children before they were mailed 
to the teachers in the foreign school. 
Descr"ptive statistics were used to determine the relative frequencies 
of the scores on the Schroeder Composition Scale (1973] as to 
country and sex of subjects. 
Results 
The analysis of the data showed meaningful d.fferences between 
the writing behaviors of Br.tish and American chi dren and between 
gir s and boys. 
Table 1 shows distinct patterns that emerged related to the use of 
a concluding sentence. Of particular interest is· the lack of use of a 
concluding sentence among the fifth graders. Only 22.8% of both 
British and American students used a concluding sentence. More 
Americans (27.9%) than British (17%), and more females (26.6%) 
than males (18%) used such a sentence, with the greatest deviation 
occurring with American females. 
Table 1. Number and Percent of Students Using a Concluding 
Sentence by Country and Sex. 
Male Female Total 
N % N 3 N ~o 
British 2 9.5 7 21.9 9 17 
American 7 24.1 10 31.3 17 27.9 
Total 9 18 17 26.6 26 22.8 
- 18-
Less than one third of the students expressed an abstraction (Table 
2) in their writing· however, of those who did there were more English 
(28.3%) than American (11.5%) and more females than males (16%). 
Table 2. Numbe.r and Percent of Students Expressing an Ab-
straction by Country and Sex 
Male Female Total 
N ~o N % N % 
British 5 23.8 10 31.3 15 28.3 
American 3 10.3 4 12.5 7 11.5 
Total 8 16 14 21:9 22 19.3 
The median percentage socres for the American children on both 
correct capitalization (Table 3) and punctuation (Table 4) were more 
than twenty points higher than the median percentage scores for 
the British children. If only the females are considered, the American 
median was just 4.5 points higher than the British; if only males are 
compared the American median is 25 points higher on both capitali-
zation and punctuation. 
Table 3. Median Percent of Communication Units with Correct 
Capitalization by Country and Sex 
Male Female Total 
British 74.50 82.00 78 33 
American 99.55 99.66 99.72 
Total 90.00 88.50 89.50 
Table 4. .Median Percent of Communication Units with Correct 
Terminal Punctuation by County and Sex 
Male Female Total Range 
British 63.25 71.00 68.00 5-100 
American 99.29 92.50 99.55 14-100 
Total 75.50 83.00 81.00 5-100 
The median score reported for the number of spelling errors for 
British ·children was 2.87 points higher than for American children; 
the difference between the median scores for all males and all fe-
males on spelling errors was less than one point (Table 5). 
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Table 5. Median Number of Spelling Errors by Country and Sex 
British 
American 
Total 
Male Female Total 
3.33 
.31 
.59 
3 .07 
.26 
1.04 
3.15 
.28 
.82 
The median score for British children on number of words per 
letter was 60 words higher than the med·an for American children. 
The median score for females was 34 words higher than males on 
the same measure (Table 6). 
Table 6. Median Number of Words by Co ntry and Sex 
Male Female Total Range 
British 92.00 140.50 20.00 41-428 
American 50.00 68.50 61.25 24-155 
Total 64.50 98.50 84.50 24-428 
The median score for the Britis students on number of communi-
cation units (Table 7) was nearly six points higher tha the median 
score for the American children. The median score for the females 
was 3.4 points higher than the males on the same measure. A com-
municat·on unit was defined as any sentence or phrase that conta·ns 
meaning. 
Table 7. Median N mber of Commun·cation Units by Country 
and Se:x 
Male Female Total 
British 13.25 4.50 14.06 
American 6.6 10.17 8.40 
Total 8.3 11.7 10.60 
Small differences (less than two points) between American and 
British children were found on both the median number of words per 
communication unit and number of comm nication units containing 
coordination. However, females did score six points higher than males 
on the number of communication units contain"ng coordination. 
Discussion 
The writing behavior of these two groups of British and American 
children was judged to be clearly different on the content and mechan-
istic qua ities rated on the Scroeder Composition Scale. 
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The Brit"sh _children in this study had more to say and expressed 
abstractions more often than their American pen pals, but they also 
made more errors in spelling, capitalization and terminal punctuation. 
The American children in this study made fewer spelling, capitali-
zation and terrnina1 punctuation errors than their British counterparts, 
and more of the American c ildren included a concluding sentence 
in their letters. 
Both American and British females had more to say and said it 
with fewer errors in spelling, punctuation, and capitalization t an 
their male classmates; however, the difference.s were not as great 
between British males and females as between American males and 
females. The greater language pro iciency of females is the expec-
tation in bo h cultures (Anderson, 1976; But er 1979] and is sup-
ported by this study. 
T e differences between the two groups of British and American 
children may be broadly cha acterized as the difference between 
form and substance. Less than 1 ~o of the communication units of 
the American children contained spelling, capitalization, or punctua-
tion errors, wh · e 21-31 % of the communication units of the British 
ch"ldren had capital"zation and punctuation errors, and 3% had spelling 
errors. The British chi dren generally had more to say, with a median 
word count per le ter being nearly twice as high as the American 
children. 
Some of the results of this study are not surpns1ng to anyone 
who has visited in classrooms in England and the United States. 
British children learn to wr"te in much the ?ame way as they learn 
to speak, in natural meaningful situations arranged by the classroom 
teacher. For example, t ey may begin by labeling their art work, 
progress to writing phrases about an experience they have just had, 
and go on o write one and two page stories by the time they are six 
years old. he abstractions of lette sounds and forms, punctuation 
and capitaiizat·on are learned incidentally in conjunction w·th pur-
poseful writing, and generally later than in the U.S. 
By .and large American children are taught the pieces-· letter 
sounds and formations, punctuation and capitalization-before they 
are taught the whole. This approach has been the tradition in our 
schools for years in spite of language arts would-be reformers such 
as Francis Noar and Katherene Kenehan, who in 1925 wrote about 
the 0 new" language arts course: 
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The old course attempted to make pupils amateur 
literary producers or grammarians rather than to equip 
them with effective language with which to meet ade~ 
quately the simple needs of everyday living. This frantic 
effort to put emphasis on the form rather than the con-
tent resulted in stunting the child's growth in expression. 
How much better to rely on the positive treatment which 
strengthens the Janguage power through conscious 
practice in speaking and writing, in meeting a need, 
than to depend upon rules and drills for language 
growth. 
(Noar & Kenehan, 1925/1983, p. 13) 
More recently, the work of American researchers [Graves, 1975, 
1983; Goodman & Goodman, 1981] has documented techniques in 
improving children's composition by using the process approach, 
a system not unlike the informal mode] seen in the British primary 
schools. Kenneth and Yetta Goodman's research led them to state, 
"Accuracy and perfection stand in the way of reading and writing 
instructions" (p. 440). 
The tradition in the British Primary School is philosophically 
Jinked to the early childhood philosophers Rousseau, Pestalozzi, 
and Froebel, who believed in the inherent goodness of children and 
the importance of deriving educational practices from the natural 
environment. In a sense that philosophy even now extends to British 
teachers in that they are given the autonomy to develop their own 
teaching practices. A recent British government study [H.M. Inspectors, 
1978] documented the effectiveness of the natural writing approach 
common in English schools. 
This study raises some questions about the effectiveness of the 
two systems of language teaching. Does the early emphasis on skill 
development produce mechanical writers who concentrate on form 
at the expense of content? Does the early emphasis on process pro-
duce children who write great quantities of misspelled non-punctuated 
writing? 
The research of Graves [1982] indicates that mechanics of writing 
are learned incidentally when the process approach is emphasized 
with beginning writers. The subject needs to be studied more ex-
tensively in both countries, but at this point it appears that if we want 
children to become competent users of written language, we might 
learn from the British example. • 
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Art Contest: 
Fairy Godmother or Ogre? 
Virginia Barr-Johnson 
Professor, Educational Foundations Department 
(Visual Arts) 
Art education literature does not abound with information con-
cerning the overall effects of entering art contests on the school child 
(K-12) and the ultimate reaction to winning or losing. Teachers of 
art, judges of art contests, and parents of children who have entered 
their work in art shows and either won or not won, should be inter-
ested in the effects of acceptance or rejection on the elementary, 
junior high, and senior high student. For the few who win ribbons, 
awards, monetary pr"zes, scholarships, and other rewards, the contests 
can resemble a fairy godmother. For those non-winners (or losers) 
the contests can take on the appearance of an ogre. 
Some art educators support art contests and believe students can 
profit from the experience of submitting their work to the critiques 
of judges, while others think students suffer from the trauma of rejec-
tion. Several of the educators have stated reasons for their opinions in 
favor of competition. 
Jerry Tollifson [1975] stated that art exhibitions, contests, and 
awards, if handled fairly and discretely, could become valuable parts 
of school programs and might serve to strengthen art programs in 
the schools. In becoming a part of the selection or critiquing of his 
own evaluation process and that of his peers, important educational 
objectives may be achieved for the student. Contests may become 
opportunities for students to identify artistic criteria, make judgments, 
and exercise other critical skills. ToJJifson warned, however, "When 
we ·compare the art work of children by submitting pieces in a con-
test, are we certain that each student is competing in the r"ght league? 
Sports programs go to extreme lengths to assure that every partici-
pant, individual or team, is fairly matched to an opponent. ' Art con-
tests, on the contrary, are stacked against those less experienced or 
talented. 
Art contests, competitions, and self-competition were discussed by 
Robert Saunders [1977], wherein he compared grading art with judging 
art, inasmuch as judges must subconsciously rate or rank the art in 
order to award prizes . The iudges must then think in terms of excellent, 
above average, average, below average, or failure. He stated that 
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works wh"ch win prizes are usually considered the most excellent or 
at least above average. In accepting that even the ave age paintings 
in the competition are probably better than those that were not even 
accepted into the show, he judges can qualify their dec"sions. Saunders 
a so acceded tha judges sornet"rnes have to make cornprom·ses with 
each other in order to come to a consensus of opinion on awards, 
h s indica ing "'winners,. are sornet·mes "non-win ers' by a very 
narrow margin. In any event there are only a few ~ w·nners" and many 
~ osers," particu arly in the minds of the contestants .. 
Poster contests according to Saunders, foster competition, and 
even thoug art eachers are sometimes opposed to t is and rea ze 
that c "ldre sho d be e co raged to cornpe e wit their own art 
efforts rather than eac other s work they are nder pressure for their 
students to produce the posters for civic enterprises, comrnun·ty 
ac iv.ties, and va ·ous organizations. owever he conceded tha the 
word is i self co peti ive, and ch-ldre need to earn early i the·r 
lives t at co pe •tion, in sue th·ngs as ath et.cs, comprises a g . eat 
part of eir lives. Recog izing th"s, children deve op a kind of accep-
tance that can carry over i to art compet.tiveness without undue 
harm. A difference, Sau ders notes, is that in art contests neither 
he art-st nor the judge has the specirc rules to fo low tha are spec·-
fied in at le ic competition. Criteria ·n a t co tests (neatness, crea ivity, 
imag·nativeness, originality and others) may be determining factors 
·n winn1ng 10 and t e ch.Id s at always aware of these definitive factors 
before entering the contest. 
reference to disp ay·ng and evaluating ch"ldren's art, Ga"tskill 
and Hurwitz [1975 
1 
commented that ex ibit ng the art is a necessary 
part of he cycle of activity ·nvolved in any ar projec , since art is 
appreciated through visual activi y and emotional sensitivity. They 
conceded that several obvious educa ·anal benerts may occur as a 
esu t of effective <lisp ay tee niques. Proper d·splay "s vital o the 
e couragemen of c ildren s exp ess"veness, here·n a owing the child 
o present sy bols representi g important situations in his Ii e. If the 
display is to be judged, t e selec ion of material takes on a deeper 
significance. Each child is aware as he gets older and more mature, 
that al art efforts do not resu t in quality aes etic statements, and 
is thus more capable o judg"ng for imself what is good and wha is 
not so good. He ·s then more accepting of not winning or of not having 
his work ·n t e display. 
Strongly opposed to art contests for children, B anche Jefferson 
[ 969], i analyzing the nuances of teaching art to children, stated a 
negative opinion of competition and the effects on the participants. 
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She wrote about the way contests affect the future art products of the 
child and concluded that children who lose in an art contest are in-
fluenced in later attempts by award winners. The selection process 
obviously showed children what the judges liked and their later work 
was greatly influenced by it. Jefferson also pointed out that art con-
tests are in opposition to the accepted reasons for teaching art to 
children in school. The contests emphasize the importance of the 
finished art product only, whereas the importance of teaching art to 
children should be the creative growth and developmen of t he child. 
The influencing of next years art work, referred to by Jefferson, 
is very evident in the style and content of the art work entered in the 
annual Scholastic Art Shows. The entries of each ensuing year tend 
to follow closely those that won the preceding year. This is not neces-
sarily deleterious inasmuch as the current art work always tends to 
be an improvement over that of the previous yeaL 
When testing the correlation between winning or losing and self-
concept in secondary students, Barr-Johnson and Erwin [1982} found 
that students who had an internal locus of control attributed the out-
come of the contest more to themselves and were not diminished 
when not winning. The internals concluded that they learned about 
their faults and mistakes and were ready to try again. The externals, 
or those with an external locus of control, were mo e inclined to blame 
their not winning on bad luck or faulty or unfair judging. In both 
instances, the secondary students seemed to feel that acceptance 
and/or rejection was a normal part of existence at their age. 
Locus of control is a measure of generalized expectancies for 
internal vs . external control of reinforcement. The degree to which a 
person perceives positive or negative events as being a consequence 
of one's own actions and thus personally controlled is internal locus 
of control. On the other hand, external locus of control is the degree 
to which a person perceives positive or negative events as being un-
related to one's own behavior, and therefore, beyond person control 
[Schneider, 1977]. 
In order to compile data on the effects of art competition as per-
ceived by the judges of K-12 art contests, a sampling of art instructors, 
art supervisors, art critics, and art teachers were asked to respond to 
a questionnaire concerning their opinions on students' self-concepts, 
future aesthetic development, and attitudes toward art as a result of 
winning or not winning in art contests. 
Inasmuch as only a limited number of people in a specific area 
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are consistently involved in judging student art shows and contests, 
the sampling by questionnaire and interview was necessarily small. 
The questionnaire included ten questions to be marked on a Likert 
scale of always," 'most of the time'' 'very seldom never, and 
no opinion:· 
On the question dealing with the acceptability of the practice of 
entering art work of secondary students in competition, aJJ of the 
respondents answered positively with either ' always or "most of the 
time, whereas, 64% of the judges found entering art work in com-
petition very seldom" an acceptable practice f~r elementary students. 
The winning of an award in an art show by a secondary school 
student was judged to be a boost to the self-concept 'always~ and 
"most of the time by all of the respondents, but for the elementary 
students 18% of the respondents thought the student would have ·his 
self-concept improved 'very seldom. ' 
Responding to whether there was damage to a secondary student s 
self-worth as a result of not winning an award in an art contest, 9% 
of the judges indicated "always," 55% most of the time, 18% "very 
seldom 1 " and 18% 'no opinion, but an even larger percentage of the 
respondents-9% 'always 73% ·most of the time' and 9% no 
opinion' -felt there was damage to the self worth of the elementary 
student when he did not win. 
Asked if they felt they were making a positive contribution to the 
future artistic development of the secondary students, 9% of the judges 
said "always," 73% "most of the time 9% 'very seldom, and 9% 
C4never" in relation to the secondary student, but in reference to the 
elementary student fewer of the respondents felt they were making 
such a contribution-9% "always," 64% 'very seldom,' and 27% 
"never." 
When large companies, such as Hallmark or Kodak, offer scholar-
ships in secondary art competitions, 45% of the judges felt they were 
"always ' making a contribution to the future aesthetic development 
of the students, and 55 % said there was a positive contribution "most 
of the time." Cash prizes and awards given by civic groups and organi-
zations, such as real estate firms and traffic safety and environmental 
groups, were considered by 18% of the judges to make a positive 
contribution to the aesthetic development of students "always, by 
36% to make such a contribution 'most of the time' and by 36% 
and 9% to make a contribution "seldom' or ' never. · 
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The overall consensus of op1n1on from this small sampling was 
that competition in art shows and contests that include awards is 
undesirable for elementary students and might possibly damage their 
self-concepts and future attitudes toward producing art or engaging in 
art activities, but that junior and senior high students might benefit 
from the feedback (even negative) from the process of preparing for, 
entering, and receiving prizes or awards. These results correlate with 
those from the Barr-Johnson and Erwin research that indicate winning 
or losing is not necessarily destructive to the secondary student and 
that acceptance and/or rejection is seen by them as a part of normal 
existence. 
The art educators surveyed expressed much the same feelings con-
cering art shows and competition for young students. Tollifson stressed 
the value in the form of the student be"ng more able to develop critical 
skills, but warned that the criteria might result in unfair judgments 
against those less experienced or talented. Saunders held that children 
must learn to deal with a world that is filled with competition , and 
that art competition can prepare them to accept this w"thout rancor. 
Gaitskill and Hurwitz felt that exhibiting and judging art gave ch.ldren 
an opportunity to differentiate good from poor aesthet·c statements, 
while Jefferson was wholeheartedly against any competition based on 
the children's subsequent urge to try to produce art to please the 
judges because of what had won in previous contests, and not some-
thing creative or ·innovative or individual. 
Elliot Eisner (1982}, who stressed the role of the senses in concept 
formation and cited the importance of exper·encing a multiplicity of 
environmental qualities, also pointed out the motivational purposes 
of serious competition that further enhance the sensory involvement 
as well as emotional involvement. From the standpoint of the viewer 
as well as the exhibitor, Eisner [1972] emphasized the importance of 
educating artistic vision. 
Few of the students in a public school at the K-12 level will turn 
out to be professional artists, but all of them will turn out to be con-
sumers of art and users of art . The ability to decide what is good and 
not so good is important in everyday life as well as in entering and 
competing in art shows, displays, and contests. This ability may turn 
out to be the fairy godmother after all. • 
-28-
REFERENCES 
Barr-Johnson, V. & Erwin, T. Does competition destroy self.concept? 
Orlando, Florida: University of Central Florida, 1982. (ERIC Docu-
ment Reproduction Service No. ED 215 760) 
Eisner, E. Educating artistic vision. New York: Macmillan, 1972. 
Eisner, E. Cognition and curriculum. New York: Longman, 1982. 
GaitskiJI, C.D. & Hurwitz, A. Children and their art. Harcourt Brace 
Jovanovich, 1975. 
Jefferson, B. Teaching art to children. Boston:. Allyn & Bacon, 1969. 
Saunders, R.J .. Relating art and humanities to the classroom. Dubuque, 
Iowa: Wm. C. Brown, 1977. 
Schneider, K.E. An investigation of the relationship between locus of 
control and achievement motivation in learning disabled children. 
Unpublished Master's thesis, Univers"ty of Central Florida, 1977. 
Tollifson, J .. Debate: Contests and awards. Art Education, 1975, 28, 
28-29. 
-29-
Instructional Arrangements 
and Their Relationship to 
On-Task Behaviors of 
Exceptional and Regular 
Classroom Children 
Martha Scott Lue 
Assistant Professor, Educational Services Department 
(Exceptional Education) 
Differences in cultural backgrounds learning styles, motives 
abilities, and levels of past achievement are characteristics of students 
that demand various instructional ar angements. The most common 
arrangements used in the elementary classrooms are large group 
instruction, small group instruction one adult with one student peer 
teaching and independent seatwork. Educational research has focused 
largely upon the use of large and small group instruction to improve 
academic achievement in grades 1-6. However the effectiveness of 
these instructional arrangements with students who have learning 
disabilities or emotional problems has minimal documentation. 
For the exceptional learner, particularly LD or EH time on task 
is a critical factor in learning. Regular and special teachers rate 
personal.-social behaviors (distractability, responsibility, completion of 
assignments, cooperation, and attention) as major problems in learning. 
For the student with a learning disability or emotional problem 
lack of on-task behavior results in failure which leads to unhappiness 
in the individual and difficulty with later tasks. Highly structured 
instructional arrangements have increased time-on-task in exceptional 
student programs, such as Distar for the LD students and engineered 
classroom for EH students. These arrangements have increased suc -
cessful achievement which leads to a certain happiness with school 
and success with later tasks in highly structured environments. How-
ever, if the exceptional student is to benefit from the mainstream 
model, a critical analysis of the instructional options available must 
be empirically ·nvestigated. 
This study was designed to analyze the use of five different instruc-
tional arrangements-· -large group, small group, one-to-one, peer 
-30-
teaching, independent seatwork-with learning disabled (LD), emo-
tional ly handicapped (EH), and regular education (normal) students, 
and to quantify on-task behaviors while in the different instructional 
arrangements. 
Subjects 
The subjects for this study were 39 fourth-grade students from a 
public school setting. Of these students, 11 were identified as Learn-
ing Disabled (LD) attending a resource room, 11 were identified as 
Emotionally Handicapped (EH) attending a resource room, and 17 
were regular education fourth grade students in a regular class set-
ting. Random se]ection was achieved by plac·ing the name and edu-
cational diagnosis of each fourth grade pupi.1 in the designated schools 
in a container, .mixing the sips thoroughly, and then drawing out 
the necessary number of names required for observation. 
Observation 
The data coJlectors were undergraduate and graduate students 
enrolled in the Special Education Program at a local university. Data 
coJ lectors were rained by he researcher to be behavioral observers 
during a pre-experimental period. 
The pre-experimental period (training period) included the fol-
lowing instructional procedures: 1) an explanation of dependent vari-
ables , 2) a description of observer responsibilities and 3) an obser-
vation of videocassette tapes in order to attain skills in recording 
dependent measures. These videocassette tapes depicted children 
on- and off-task in the five instructional arrangements. The extent to 
which observer skills and knowledge had been acquired was measured 
by two methods: 1) a brief test was prepared by the researcher to 
determine the operational definitions of dependent variables, and 
2) the observers observations of the pre-recorded v~deotapes was 
compared to a standard. The standard was established by the investi -
gator viewing the tapes and recording the dependent measure (i.e., 
on-task time in instructional arrangements). Before training was 
terminated, the trainees' observations and recordings must have 
reached an .. 80 percent level of interrater agreement w·th the standard. 
Percent agreement was determined by using the formula: 
# of recorded occurrences 
# of occurrences (standard) 
To assure that the reliability was maintained throughout the study, 
the principal researcher visited each classroom site and observed 
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behavior. The observation was then compared with the university 
students' observations to achieve a reliability of measurement score. 
In each case, interrater reliability was .90 and above. 
Data Collection 
The data were collected during daily observations of the children 
in their normal school environment (i.e.~ the classroom), within a 
period of 45 school days. These observations occurred during aca-
demic instructional periods throughout the entire school day. The data 
were recorded during the observation period by using the classroom 
observation sheet form. The instrument provides for the coding with"n 
the five instructional arrangements. A time-samp.ling technique was 
utilized wherein the observer recorded the time the student was within 
a given instructional arrangement and the amount of time that the 
subject was off-task while in the instructional arrangement. A stop-
watch was utilized to record the total number of minutes each student 
exhibited on-task behavior within a given instructional arrangement. 
Seconds were rounded off to the nearest minute. 
Description of Coding 
For the purpose of this study, on-task behavior refers to performing 
the prescribed and accepted classroom acitivity as defined by the 
classroom teacher. This may inc ude attending to a reciting student 
or lecturing teacher, verbally responding when requested to do so by 
the teacher., engaging in class participation or materials when ·di-
rected, and performing any other activity assigned by he teacher or 
adult designee. Conversely, off-task behaviors include engaging in un-
assigned activity, movement about the room without permission, 
shouting, kicking, and leaving the classroom without permission. 
The measures of on-task performance were determined by ob-
serving each child every 15 seconds and recording whether the child 
was on-task or off-task when observed. For example, the observer 
would look up at the subject when the second hand of the clock reached 
the 12, 3, 6, 9, and 12 points. If the child was on-task, the observer 
would record a "t" and for off-task the observer would record a "+ " 
or·· - ··. 
Design and Data Analysis 
The initial part of the study was descriptive and included the per-
centage of time the children spent receiving instruction in various 
instructional arrangements and the percentage of time on-task in 
each instructional arrangement as described. A second feature of the 
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study involved an experimental investigation in which comparisons 
of percent of time in various instructional arrangements, as well as 
percentage of time on-task, was made across the categor"es of children. 
Results 
Results of the study indicated that regular education students 
spent the highest percentage of time of the three groups in large 
group instruction (x = 29.50 percent). Further analysis suggested that 
EH students and LD students spent 7.84 percent and 15.93 percent 
of the time in large group instruction. Thus, regular education students 
are engaged in large group instruction three times more than emo-
tionally handicapped students and nearly twice as much as learning 
disabled students. 
In small group, regular educat"on students spent a mean percen-
tage of 19.58 total time in comparison to 3.03 mean percentage spent 
by EH students. LD students spent a mean percentage of 17.58 total 
time in small group instruction. However, in one-to-one instruction, 
regular education students spent the least amount of time of the 
three groups (x = 3.45). EH and LO students, on the other hand, spent 
a mean percentage total time in one-to-one instruction of 19.20 and 
15. 7 4 respectively. 
In the instructiona arrangement peer teaching, all three groups-
LD, EH, and regular students-spent comparable mean percentage 
t"mes. Regular education students spent a mean total time of 1. 97 
percent in pe~r teaching. Similarly, EH and LD students spent com-
parable mean total times of 2.70 and 2.27 percentage time in pee 
teaching instruction. In independent seatwork, EH students recorded 
the highest mean percentage time of the three groups (x = 41.02). 
Moreover, regular education and LD students recorded means of 
21.51 and 28.83 mean total percentage time respectively. 
ln reference to the amount of on-task time spent in the f"ve in-
structional arrangements among the three groups, results indicate 
significant findings. Regular education and LD students spent a sig-
nificantly higher amount of time on-task in large group instruction 
than EH students. Similarly, in small group instruction, regular 
education and LD students spent a sjgnificantly higher amount of 
on-task time than EH students. In one-to-one, LD and EH students 
spent a significantly larger amount of time on-task than regular edu -
cation students . In peer teaching and independent seatwork, the three 
groups did not significantly differ on the amount of on-task time spent. 
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Summary 
The data suggest that regular and special educators use a variety 
of instructional arrangements . Moreover, the data revea l that certain 
types of instructional arrangements may be unique to specific children. 
For example, while all five instructional arrangements are used with 
EH students, the most predominant form used is independent seat-
work. This may suggest that EH students work better alone or are 
on-task more in independent seatwork activities. 
Another factor which appears to affect the type of instructional 
arrangement used is the subject area. For examp e, the subject of 
math lends itsel to independenf seatwork and drill work; whereas 
it may be more difficult to plan spelling independent seatwork 
activities. 
In relationship to the on-task involvement of the three groups in 
the five ·nstructional arrangements, results indicate that alJ. three 
groups were off-task a relatively high percentage of time in many of 
the instructional arrangements. It is a challenge for educators to 
examine such variables as: 1) expectancy, 2) st"mulus factors 3) re-
sponse factors, and 4) consequence factors when planning instruction 
for children. The essence of this research is that the teacher must 
continuously match the learner, the task, and the instructional ar-
rangement for optimal student progress. Teachers need to judiciousJy 
apply these according to individual needs and topics. • 
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Alumni Perceptions of 
Program Preparation Effectiveness 
David J. Mealor 
Assistant Professor Educational Services Department 
(School Psychology) 
While much has been written emphasizing the perceived short-
comings of public education within the United States, particular blame 
has been directed towards colleges of education. To single out these 
colleges as the primary source of student shortcomings is a fallacious 
argument. Many colleges of education are genuinely concerned about 
the quality of both programs and graduates. Such is the case with the 
University of Central Florida s College of Education. In order to deter-
mine strengths and weaknesses of program offerings the College of 
Education has completed a survey of the 1980- 982 graduates. 
Th"s report includes the tabulation of the responding graduates 
for the College. A sixty-two "tern questionnaire was mailed to 500 
randomly selected graduates for the past three academic years. There 
was a 30.2% return of questionnaires (N = 151). Data were analyzed 
using frequencies and percentages for easier interpretation. 
In general graduates gave a strong rating on almost all points 
covered by the questionnaire. To assist in ease of interpretation a 
descriptive summary of the results of the survey will also be presented. 
Breakdown of the respondents by year of graduation was somewhat 
evenly distributed between 1980 (33.8%) 1981 (34.4%) and 1982 
(3 .1 %) graduates. The largest number of graduates {44.4%) had 
majored in elementary education. Sixty-four percent had received the 
bachelors degree while thirty-six percent had received the masters 
degree. 
Descriptive Summary: 
A. Composition of Respondents: 
Most were in their 20's (54.3%) and had a GPA of 3.4-3.9 (63.6%); 
were · teaching at some level from elementary through colJege 
(80.0%)· and worked in Florida (95.3%). Almost a third (34.5%) 
expected to move to a higher position, and a third (33.8%) ex-
pected to remain in their present jobs. Of those who were not 
teaching, the overall pattern of responses suggests that many were 
educational administrators, supervisors or counselors. 
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B. Preparation in Major Area: 
The graduates gave generally high ratings to the college overall, 
with 45% to 70% classifying their major area preparation as 
"somewhat strong" or "very strong" across the range of items. 
Especially· highly ranked were professional encouragement and 
interaction with faculty. Most importantly, the highest rated 
domain was the quality of instruction with 90% rating it as strong. 
C . Relationship of Program to Professional Responsibilities: 
The respondents viewed as most important to the·r current respon-
sibilities courses in their major area (69 % rated them as "very 
helpful" or "extremely helpfur') and practicum/internship exper-
iences (combined rating 70%). Alumn· felt that in obtaining 
employment, impression in interviews (84.1 % rated them as ex-
tremely or very important) and prior professional experience 
(55.5%) were most important. 
D. Sufficiency and Quality of Instruction: 
For all eight areas identified in the questionnaire, the amount 
of instruction provided by the college was rated as adequate 
(ranging from 66.9% to 79.2% across items). The areas most often 
identified as receiving too little attention were: maintaining dis-
cipline (47.6%); classroom application of learning theories/moti-
vation (27 .6 % ); and constructing valid and reliable tests (26.4 % ). 
In general, where respondents perce·ved instruction to be suffi-
cient in quantity they also perceived it to be of high qua]ity. n 
four of the eight categories over one-half of the graduates rated 
instruction to be above average or excellent. The highest rating 
went to demonstrating an awareness of theories of learning and 
motivation. 
E . Skills Used in Present Positions: 
Of the ten skills tested, six were used by over one-half of the 
graduates to some extent. The most important were improving 
skills as a teacher and counseling students and/or clients. The 
least used skills were: using computers for teaching/adminis-
trative positions; writing for publication; and conducting in-service 
programs. 
F. Reflections on Undergraduate/Graduate Work: 
Graduates were asked what changes they would like1y make if 
they could start over in their programs. Areas of least likely change 
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("'no change") were identified as: more prior work experience 
(74.3%); change .major advisor (66.7%); and choose different 
institution (64.0%). Factors they would most likely try to change 
were: add one or more minor areas of study (20.1 %) and· pursue 
a doctorate (17.6%). 
G. Overall Rating of UCF Programs: 
In providing preparation for their professionaJ careers, seventy 
percent rated the1r preparation as above average to excellent, 
although one in four rated it as just "average·' (26.8%). 
COLLEGE OF EDUCATION ALUMNI EVALUATION 
Returned Questionnaires from Graduates 
(Total Returned Group - N = 1 51) 
I. Look·ng back at your program, rate your major area on the 
fol owing: 
1. General academic counseling in major area 
Very 
Strong 
Somewhat 
Strong 
Somewhat 
Weak 
Very 
Weak 
f % f % f % f % 
43 28.7 58 38.7 37 24.7 12 8.0 
2. General quality of instruction in major area 
62 41.1 74 49.0 13 8.6 2 1.3 
3. Professional encouragement within your major area 
78 51.7 52 34.4 18 11.9 3 2.0 
4. Level of rigor and scholarship demanded in your area 
48 32.6 70 47.6 26 17.7 3 2.0 
5. Interaction with faculty in your major area 
61 40.4 63 41.7 24 15.9 3 2.0 
6. Preparation in your major area for current position 
58 39.7 66 45.2 18 12.3 4 2.7 
7. Flexibility/adaptibility to student needs 
52 35.6 68 46.6 20 13.7 6 4.1 
8. Helpfulness of major area faculty in placement 
24 18.3 49 37 .4 33 25.2 25 19.1 
9. General information related to degree requirements 
50 33.1 69 45.7 28 18.5 4 2.6 
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II. How helpful were the following aspects of your program ·n 
preparing you for the responsibilities you now have? 
Extremely Very Somewhat Not Not 
Helpful Helpful Helpful Helpful Applicable 
f % f % f % f % f % 
10. Courses in major area 
46 30.9 57 38.3 38 25.5 1 .7 7 4.7 
11. Elective courses outside the major area 
11 7.4 22 14.9 72 48.6 33 22.3 10 6.8 
2. Research and statistic courses (grad. only) 
9 7.2 15 2.0 ·22 17 .. 6 13 10.4 66 52.9 
13. Practicum experiences, including internship 
76 50.7 29 19.3 17 11.3 1 .7 27 18.0 
14. Graduate assistantship(s) or fellowship(s) 
5 3.9 3 2.3 6 4.7 2 1.6 112 87.5 
III. In your experience, whi.ch of the following factors have 
seemed important to prospective employers? 
Extremely 
Important 
f % 
Very 
Important 
f % 
Somewhat 
Important 
f % 
Not At All 
f % 
Don't Know 
f % 
5. That your degree was earned at UCF 
5 3.4 9 6.1 44 29.9 41 27.9 48 32.6 
16. Recommendations from UCF faculty 
14 9.5 30 20.4 33 22.4 34 23.1 36 24.5 
17. Professional experience prior to earning present degree .. 
52 35.4 34 23.1 25 17.0 16 18.9 20 13.6 
18. The impression you made in interviews 
78 53.8 41 28.3 9 6.2 3 2 . 1 14 9.7 
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IV. Rate each item below in terms of the College of Education. 
Quality of 
Instruction 
Excellent 
f % 
Above 
Average 
f % 
Average 
f % 
Poor 
f % 
Very Poor 
f % 
19. Demonstrating an awareness 
motivation 
of theones of learning and 
27 8.2 76 51.4 40 27.0 4 2.7 1 .7 
20. Translating theories of learning and motivation into proper 
and consistent classroom application 
20 13.6 55 37.4 54 36.7 16 10.9 2 1.4 
21. Critically analyzing learning and motivation studies, theories, 
and practices 
11 7.5 45 30.9 78 53.4 11 7.5 1 .7 
22. Identifying long-range goals for a given subject area 
18 12. l 42 28.4 69 46.6 16 10.8 3 2.0 
23. Constructing and sequencing related short-range objectives 
for a given subject area 
20 13.6 55 37.4 65 42.2 5 3.4 2 1.4 
24. Developing, selecting or adopting instructional materials ap-
p opriate for a given set of instructional objectives and student 
learning needs 
28 19.0 54 36.7 54 36.7 10 6.8 1 .7 
25. Constructing reliable and valid tests and other evaluation in-
struments to measure educational outcomes 
20 13.7 35 24.0 72 49.3 17 11.6 2 1.4 
26. Maintaining discipline in the classroom 
19 13.3 18 12.6 66 46.2 33 23.1 7 4.9 
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Sufftciency Far Too 
of /Vluch Too Much Adequate Too Lillie None 
lnsln.iclion f • r % r % f % f % 
27. D 1emonstrating an awareness of theor~es of learnin·g and moti~ 
vation 
4 2 .. 7 '3 8 .. 9 114 78 .. 1 5 10.3 
28 .. Translat"'ng theories of learn·ng and motivation into proper 
and consistent classroom application 
1 .7 6 4 .. 1 97 66..9 40 27.6 1 .,7 
29. Critically analyzing l1earning and motivation studies theories, 
and practices 
3 2.1 13 9 .. 0 99 68 .. 8 28 9.4 1 .7 
30.. ldentifying long-range goals or a g·ven subject area 
4 2 . 8 1 _7 98 67.6 38 26 .. 2 4 .2 ... 8 
31.. Construe · ing a d sequenci g related short-range objec ·ves 
for a given subject area 
4 2.8 8 5 .. 6 14 79.2 16 11 .. 1 2 1 .. 4 
32 .. Develop·ng, selecting, or adopting instructiona.I rnateria. s ap-
propriate for a given set of ·nstructional objectives and student 
learning needs 
1 .7 1 7 .. 6 07 73 .. 8 25 _7.2 1 .7 
33. Constructing re:19able and va d tes s and other eval ation 
instruments to measu e educational outcomes 
3 2.1 9 6.2 91 63.2 38 26.4 3 2.1 
34.. Maintaining discipline in the classroom 
2 1 4 2 .4 62 43.4 68 47 .. 6 9 6 .. 3 
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v. Extent to which you USE each of these skills in your present 
position. 
Great Some Small 
Extent Extent Extent Not At All 
f % f % f ~o f % 
35. ·Writing for publication 
12 8.0 22 14.8 28 18.8 87 58.4 
36. Speaking in public 
45 29.8 45 29.8 39 25.8 22 14.6 
37. Using library and other research facilities 
38 25.5 57 38.3 36 24.2 18 12.1 
38. Working in and with committees 
41 27.9 61 41.5 29 19.7 16 10.9 
39. Using computers for teaching purposes 
10 6.7 19 12.7 26 17.3 95 63.3 
40. Using computers for administrative purposes 
5 3.3 14 9.3 22 14.7 109 72.7 
41. Conducting in-service programs 
16 10.7 28 18.7 25 16.7 81 54.0 
42. Improving your skills as a teacher 
83 56.9 38 26.0 1 7.5 14 9.6 
43. Counseling students and/or clients 
53 35.3 51 34.0 31 20.7 15 10.0 
44. Administering programs and/or organizations 
29 19.1 37 24.3 38 25.1 48 35.6 
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VI. If you could start over on your program, what are the 
chances you would make the following changes? 
Excellent Good Some 
Chance Chance Chance No Chance 
f % f % f % f % 
45. Change your major area 
26 17.3 15 10.0 35 23.3 74 49.3 
46. Choose different institution 
5 3.4 8 5.4 40 27.2 94 64.0 
47. Add one or more minor areas 
30 20.1 .47 31.5 47 31.5 25 16.8 
48. Choose same area but change emphasis 
10 6.6 22 14.6 40 26.5 79 52.3 
49. Pursue a doctorate 
26 17.6 27 18.2 43 29.0 52 35.1 
50. Gain more work experience before enrolling 
3 2.0 4 2.6 32 21.0 113 74.3 
51. Change your major advisor 
1 1 7.5 1 1 7.5 27 18.4 98 66.7 
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VII. Demographic Data 
52. Age at this time 
20-29 years 
f % 
82 54.3 
30-39 years 
f % 
47 31.1 
40-49 years 
f % 
17 11.3 
53. Grade point average upon graduation 
50-59 years 
f % 
4 2.6 
4.0 3.9-3.7 3.6-3_4 3.3-3.1 
f % f % f % f % 
Over 60 
f % 
1 .7 
3.0 
f % 
9 6.0 48 31.8 48 31.8 22 4.6 24 15.9 
54. Level of teaching at present time 
Elementary 
School 
Secondary Voe. Voe.- Junior 
School Tech. College 
f % f % f % f % 
72 46.4 43 27.7 5 3.2 3 1.9 
55. My geographic area of work is in 
State of Other South- Remaining 
Florida Eastern State U.S. 
f % f % f % 
143 95.3 2 1.3 5 3.3 
University Does Not 
4-Yr. Col. Apply 
f % f % 
1 .6 31 20.0 
Canada Other 
f % f % 
56. Overall how well did your UCF program prepare you for 
your professional career? 
ExcelJent 
f % 
41 27.5 
Above 
Average 
f % 
64 43.0 
Average 
f % 
40 26.8 
Poor 
f % 
3 2.0 
57. What are your future plans for your career? 
Expect to Expect to Expect to Expect to 
remain in move to move to take up a 
in present job similar job in higher position different 
another position career 
institution 
f % f % f % f % 
50 33.8 11 7.4 51 34.5 19 12.8 
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Very Poor 
f % 
1 .7 
Have no 
definite 
expectations 
about the 
future 
f % 
17 11.5 
• 
Police Se ection in Gainesville, Florida* 
A Case Study in 
Interdisciplinary Ethno01etry 
Dav·d E. Hernandez 
Professor Educational Services Department 
(Administration and Supervision) 
Ve y little academic effort has been expended to employ the tech-
niques of social science methodology and statistical inference in the 
many processes of governmental policy-making and admin.stration. 
This project was one such attempt to apply an ethnographic approach 
to the selection of law enforcement personnel, specifically the Police 
Department of Ga·nesvil e Florida. From· this initial project it was 
hoped that a model could be developed with app icability to other law 
enforcement agencies. It should be no ed that many employment 
models are currently available in the public sector. However research 
analyzed indicated that none of these models had used participant-
observer techniques designed to analyze behaviors which may be 
particular to a specific locale. 
Failure to screen and examine potentiaJ law enforcement officers 
with sufficient care and attention can have distressing consequences 
for the total community ·n terms of higher crime rates, discourage-
ment of growth, and community unrest. Another serious probiem has 
been litigat·on and charges of bias and/or contributory negligence 
directed at pubJic officials who are deemed not to have properly car-
ried out their responsibilities. Recent federal guidelines have delineated 
certain parameters in pre~selection processes which are designed to 
assure equal opportunity to aU segments of the population. Applica-
tions of these gu·de ines and associated law and precedent are cur-
rently frequent subjects of l"tigation. Avoidance of violations of law, 
guidelines, and litigation is, pragmatically speaking a major respon-
sibility of administrators. Ethically, it is a major responsibility of 
administrators to insure fair pay in employment, including repre-
sentation of all segments of the population. 
*Project sponsored by the City of Gainesville, Florida, with funds from 
the U.S. Ci vi I Service PL 91-648. The Applied Research Council, Inc. 
(ARC), is solely responsible for content. Participants in the project 
included w·11iam Hiers, C.H. Dziuban, R.C. Pyle and W.W. Young. 
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With these general goals in mind logic dictates the inclusion of 
at , east three generalized components in employment pre-selection 
practices: 
1 . A definit"ve and defensible job description stated in behavioral 
observable and measurable terms. 
2. Selection or development of pre-selection instruments both 
cognitive and psychornotor, which have content validity (i.e. 
that measure those behaviors which are important components 
of the job description). 
3 . Analysis of pre-select"on instruments to determine vahdity in 
terms of success on . the job and retentton potential through 
the use of standard statistical tools such as regression formulas, 
factor ana ysis, correlat· on coefficients, and non-statistical ex-
pert opinio interviews and other appropriate means. 
It is importa t to no e that he methodo ogy employed in this study 
was tailored to meet t e needs of Gainesville F orida. While the general 
approach adopted can be replicated in other· municipaliti~s, differ-
ences between jurisdictions demography economic base, geographic 
location and other factors can substantially a[ter outcomes. These 
factors will modify c r iteria governing the recruitment process. 
Ethnography s a major area of anthropoJogical study. Simply 
stated ethnography describes cultures including folkways mores, 
laws, artifacts, family systems, and other factors. Ethnographic data 
are usua ly compiled by a participant observer who becomes a par 
of the group for the pu pose of recording and evaluating information, 
and who akes care not to be responsible for intervening behavior 
which could alter cultural norms. Conversi.on of participant-observation 
data to behavioral terms which may be treated statistically may be 
referred to as "ethnornetrics. Th"s study was the initial step in the 
development of a model in which descriptions of police off·cers' acti-
vities would be compi ed using participant-observer approaches w·th 
these behaviors described in behavioral terms sui able for conversion 
to numerical equivalents. These n merical equivalents and already 
available test data wouJd be statistically analyzed and compared to 
performance data. This ethnornetric approach could then be analyzed 
to develop a model for police se ection based on the needs of the 
specific commun ity 
During the summer of 1980 a narrative and behavioraJ job des-
cription was developed by a cult ral anthropologist and a behavioral 
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scientists using the participant observation technique and 'DOB 
(Description by Qperational Behavior) techniques respectively. These 
two reports were interfaced for consistency and then subjected to 
statistical validation by local police and city administrators. 
The description operated in two phases. First the participant 
observation technique of cultural anthropology was utilized to develop 
a description of actual police activities. Riding with patrol officers 
and observations of the squad room were two of the major obser-
vational areas. Following development of the narrative 42 police 
behaviors were defined in behavioral terms which were classified 
then under four general areas: 
1. Behaviors which were basically physical. 
2. Behaviors which were basically intellectual. 
3. Behaviors which were basically interpersonal. 
4. Behaviors which were basically personal. 
The DOB was then validated by a feedback instrument from police 
officers and managers with an appropriate statistical analysis. 
Six additional steps were taken in this study. First a previously 
completed validation study was replicated. Second written examin-
ations currently in use were statistically analyzed by instrument and 
by item. Third, an intercorrelation matrix between the tests with ap-
propriate subscaJes was computed and sample values tested. Fourth 
psychometric validity of the battery was assessed using the Measure 
of Sampling Adequacy (MSA). Fifth, a computer based prof le system 
for assessing pre-selection data and rank ordering candidates was 
estabJished. Sixth, a listing was constructed to identify areas of police 
behavior not covered in pre-selection screening. Thirteen behaviors 
were not being assessed: 
1. Administer various forms of first aid effectively. 
2. Maintain physical fitness without excessive sick leave. 
3. Use various forms of person controJ1ing equipment. 
4. Correctly complete forms and reports. 
5. Exercise memory and recall. 
6. Clearly explain material. 
7. Correctly analyze verbal and non-verbal messages. 
8. Be able to play "good guy and "hard nose" effectively. 
9. Function effectively during periods of boredom. 
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10. Function well under verbal abuse. 
11. Carry out orders with maximum efficiency. 
12. Work cooperatively with others. 
13. Behave in a professional" manner. 
After these steps were completed recommendations for pre-service 
and in-service training were formulated with the goal of eliminating 
possible racial and sex discriminators. 
Beginning in the fa I of 980, the Gainesyille Police Department 
initiated use of the procedures recommended by this study. No formal 
comparisons have been made but the personnel department indicated 
positive results were observed in non-q antified anecdotal reports. 
Results of the study were presented to the Florida Association for 
Pub ic Personnel Management in January 1981. Positive interest was 
expressed, and copies of procedures and instruments were mailed to 
several police departments. 
Given the relatively new configuration of this approach and the 
lack of hard data" for use in data analysis it became apparent that 
additional study was needed. Among areas in need of investigation 
are research on specific police behaviors to allow we"ghting of vari-
ables critical for success in the spec.fie community being surveyed 
(e.g., ability to communicate in a non-punitive manner with street 
people, college professors, students) , development of a model for use 
in building profiles of police and other public service and educational 
agencies, sta istical validation of the profile mode, and development 
of an evaluation system for measuring the success or failure of this 
type of endeavor. It is suggested that local government agencies 
consider using the ethnometric approach in developing criteria for 
public employee selection, retention and promotion. • 
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What Do Educators Read? 
An Analysis of Selected Educators' 
Professional Read1ng Habits 
Carlota Mendoza 
Graduate Student University of Central Florida 
Robert A. Rothberg 
Professor College of Education 
(Teacher Education. Center Director) 
The intent of a recent study was to determine the professional 
reading habits of selected central Florida educators. 296 of 350 edu-
cators responded to a questionnaire survey in the Spring of 1982-
167 K-12 teachers from both selected elementary and secondary 
public schools and others enrolled in a graduate education program· 
80 K-12 Orange County school administrators· and 49 College of 
Education professors from the University of Central Florida. 
Teachers, school administrators and teacher education professors 
were asked questions regarding the books and periodicals they read 
and how much they read. The instrument was open ended which 
allowed the individual to write in the names of material read. 
'Professional' reading was defined as anything read for professional 
growth. That is, from the perspective of the respondent readings 
they considered to be of assistance with the job of teaching and/or 
administration. 
The conclusions of the study are as follows: 
The majority of educators surveyed read less than 5 professional 
books in a year (63%). 
2. There was a relationship between the present position held by 
educators and the number of books read. College professo s 
read more than school administrators, who read more than 
teachers. 75 % of the professors, 52 % of the administrators, 
and 43% of the teachers read 4 or more books in one year. 
3. Administrators and professors read more periodicals and journals 
than K -12 teachers. 71 % of the co11ege professors read four 
or more periodicals on a regular basis. 46% of the K-12 admin-
istrators did so, while 12% of the teachers read to that extent. 
4. The possession of a higher degree was a predictor of the quan-
tity of the educators' professional reading. The higher the 
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degree the more professional reading. 
5. There was no relationship (using a cross tabluation SPSS sub-
program) between enrollment in graduate work and the number 
of professional readings completed or the number of books 
educators obtai ed for their personal library. That is teachers 
enrolled ·n graduate work did not indicate that they read more 
or obtained more professional books than teachers not en-
rolled in graduate school. 
6. The professional journa s and/or per· odicals educators said 
they read on a regular basis and in priority order) were: 
Teachers 
1) Instructor 
2) Todays Education 
3) Learning 
4) Teacher 
5) Phi Delta Kappan 
K-12 Administrators 
1) Phi Delta Kap pan 
2) National Association of Secondary School Principals (NASSP) 
Journal 
3) Principal 
4) Administrator 
5) Educational Leadership 
College Professors 
1) Phi Delta Kappan 
2) Educational Leadership 
3) Florida Reading Quarterly 
4) Chronicle of Higher Education 
A open ended question soliciting comments regarding educator's 
professional readings esulted in these frequent statements: 
Teachers: lack of time prevents reading· large amoun of paper-
work infringing upon reading· few readings available in schooJ 
libraries· need for more practical topics· too repetitive in topics· 
busy schedules· too expensive. 
K-12 Administrators: busy schedules; need for easy-to-read, 
concise readings; not available ·n local schools. 
College Professors: not enough time; some writing too research 
oriented without pract"cal applications· expensive. 
-49-
Summary 
One would think that teachers and educators in general need 
to keep up to date with the findings ideas, and concepts professional 
readings might have to offer. This study concludes that some educators 
are not devoting much time to reading. 
How accurate is this conclusion? Are educators any better or 
worse than other professiona] groups such as lawyers doctors or 
engineers regarding their professional reading? Based on this central 
Florida sample the inference is quite clear-professional reading is 
not a high priority item. It might however, be quite interesti ng to 
query other professionals and educators in other settings. lt might 
also be important to analyze what readings educators consider to be 
professional and why. 
These surveys indicate that journals and/or periodicals are read 
more frequently than professional books. It might be assumed that 
these are preferred because articles are short and timely, can be ob-
tained easily through subscription, and are less expensive to own. 
Finally, it is rather surprising that educators enrolled in graduate 
work are not r~ading more than those not in advanced studies. It 
appears that "compulsory reading,, does not motivate educators to 
go beyond the academic requirements. Some might also assume 
that professors of graduate education courses are not being very 
rigorous in their expectations. An interesting followup might be an 
analysis of the required reading in graduate programs. Certainly 
more investigation in this area would be helpful considering the low 
esteem some hold for teacher education programs. . • 
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Effects of Auditory Perception Training Prior 
To Beginning Reading· Instruction on 
Second Grade Reading Achieventent 
By 
Elizabeth Duncan McAllister 
August, 1981 
Chairman: Robert Blume 
Major Department: General Teacher Education 
This study ·nvestigated the efficacy of specific auditory training 
on the reading achievement of second graders when the training 
was given prior to formal reading instruction. 
The population sample was composed of 61 randomly assigned 
kindergarten students in a large school located in a low-to-middle 
socioeconomic neighborhood of a suburban fringe area. 
The investigator instructed the experimental group (AUDI) in 
auditory perception skills for 15 weeks. The instruction consisted of 
20 minute lessons four times a week totaling 60 periods of instruc-
tion. Areas of concentration were sound loca~ion auditory memory 
and auditory discrimination. The control group (NAUDI) did not re-
ceive the instruction. 
The statistical treatments used were Multiple Regression and 
Analysis of Variance, one-tailed. It was hypothesized that the experi-
mental group would have higher gains in reading readiness and read-
ing achievement. The means of the AUDI group were significantly 
higher in first grade for Jetter sounds (p _.... .01), comprehension 
(p ~ .005), and total reading (p ...... 04). 
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Second grade mean scores on sentence comprehension (p ~ .01) 
and passage comprehension (p ~ .02) were signjficantly higher for 
the experimental group. Total reading scores for the second grade 
were not significantly higher. 
These findings support the conclusion that preschool children 
can be taught auditory perception skills that transfer directly to the 
skills that are involved in the reading process. 
The assumption seemed warranted that long-term memory trans-
ferred to the utilization of these auditory perceptions and resulted 
in significant gains in first grade. · 
The treatment effect appeared to carry over to second g rade where 
the experimental group scored significantly higher than the control 
group in sentence comprehension and passage comprehension. 
Because interactions with SES and sex were not significant in 
either grade, the positive results in favor of AUDI seem to be rela t ed 
to treatment and not to chance error attributable to these other 
variables. • 
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Principles of School-Based-Management: 
State of the Practice in Florida 
Ele111entary Schools 
By 
Mary l;::sler 
August, 1 981 
Chairmen: Jack Wells and Harold Haughee 
Major Department: Administration and Supervision 
The problem examined in this study was to determine the extent 
to which elementary school principals were exhibiting a commitment 
toward the practices of school-based management. The review -of the 
literature reflected a paucity of evidence related to the implementa-
tion of school-based management. Florida schools have been directed 
toward school-based management as a result of a legislative mandate 
in an effort to bring about accountability at the local school level. 
The literature reflected a void in revealing the state of the practice in 
elementary schools. 
The sample population of this study consisted of 311 Florida 
elementary school principals selected at random from those listed in 
the Florida Education Directory 1980-81. Two hundred and forty-two of 
those responded forming the survey sample. The survey instrument 
was developed by the Planning Research and Evaluation Department 
of the State of Florida Department of Education in 1976. The areas 
covered by the survey included instruction, support services, parental 
involvement, management and finance. 
The conclusions were as follows: 1. About half of the elementary 
school principals were practicing school-based management. 2. Princi-
pals made the majority of decisions at the school level. 3. There was 
no significant difference in implementation qf school-based manage-
ment practices related to geographical locations. 4. Principals made 
the majority of management decisions compared to district level per-
sonnel and shared decision-making. 5. Parent Advisory Councils par-
ticipated at a moderate level in all schools. 6. There was no evidence 
to suggest that implementation of school-based management was a 
function of (a) chronological age (b) gender, (c) recency of Adminis-
tration/Supervision certification, or (d) years of experience as a prin-
cipal. • 
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The Effec·ts of an Early Field Experience 
Upon the Teaching Concerns and Pupil 
Control Orientations of Beginning 
Preservice Teachers 
By 
Lila L. Buchanan 
December, 1 981 
Chairman: William D. Hedges 
Major Department: Curriculum and Instruction 
The purpose of this study was to determ·ne if significant differences 
in beginning preservice teachers concerns about teaching and pupil 
control orientations were related to an Early Field Experience. Teach-
ing concerns included concerns with the Self as teacher, the Tasks 
of teaching, and the Impact of teaching upon pupil learning. Orienta-
tions to pupil control were the extent of preservice teachers' desires 
to exert control over pupil behavior. Additional areas of investigation 
included the relationship between concerns and control orientations 
and field experiences and the relationship between tested and observed 
concerns and control orientations. 
The study employed random placement into experimental and 
control groups of the 78 beginning preserv·ce teachers enrolled in 
two introductory education courses at the University of Central Florida. 
The experimental treatment was a 16 hour, eJementary Jevel, variable 
field experience. Subjects were pre- and post-tested on the Teacher 
Concerns Check List, Form B and Pupil Control Ideology Form. Data 
were also collected through interviews, field exper·ence activity logs, 
and classroom observation of a sample of experimental subjects. 
Data were analyzed by analysis of variance, Partial Correlation, 
and Spearman Rank Difference Method. Variables were the field ex-
perience, subjects intended teaching Jevels, and number of intro-
ductory education courses being taken. 
Data analyses indicated no significant differences in Self, Task, 
lmpact, and Control concerns related to the field experiences. On the 
Self and Control concerns, the interaction of treatment and intended 
teaching level produced significant differences. The field experience 
log scores had low relationships with post -test scores on all subscales. 
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The relationship between he sample of experimental subjects ob-
served and post-tested concerns was moderate on Self, Task and 
Control concerns and low on Impact concerns, 
Conclusions were that differences in teaching concerns and pupil 
control orientations were not related to this 16 hour field experience. 
When combined with the field experience the subjects intended 
teaching levels were influential in affecting Self and Control concerns. 
The field experience content did not make a difference in concerns 
or control orientations. The 16 hour field experience was judged to 
be of insufficient strength to effect real differences in teaching con-
cerns and control orientations. • 
Values on Television Sho-ws Watched by 
Ele01entary School Aged Children: 
The Develop01ent and Irnplententation 
Of a Methodology 
By 
Jean Benedict Raffa 
May, 1982 
Chairman: George M. Schuncke 
Major Department: Curriculum and Instruction 
Recently, much research has been directed at studying the negative 
behaviors depicted on television shows and determining the impact 
this content has on youth. Little attent"on, however has been given to 
assessments of the value content of television shows. The purpose of 
this invest·gation was threefolrl: (a) to d~velop a content analys·s 
methodology for discerning and describing the value content of tele· 
vision shows (b to apply this methodology to selected television 
shows popularly watched by elementary school children and (c) to 
determine if the values conveyed on this sample were cons·stent with 
the values and values issues that are considered to be most important 
to elementary school. aged children. 
The sample was composed of two episodes each from three series 
popular with this age group: The Dukes of Hazzard, The Incredible Hulk, 
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and Love Boat. During a training period categories were selected and 
defined, a training manual was written and revised, and inter-rater 
reliability was established. Two raters then independently coded the 
sample episodes for the frequency of occurrence of 22 positive values 
and their negative counterparts. The most frequent y occurring values 
on each episode were next examined for intensity using the criteria of 
facial expressions, actions verbal behavior, music speed, music Joud-
ness, sound effects and camera shots. 
For the six episodes a total of 6 va ues occurred with enough 
frequency to merit further examination for intensity of treatment. 
Eight of these values were prosocial and eight were antisocial. A 
major finding was that the antisocial values were conveyed with sig-
nificantly more intensity than the prosocial values. It was hypothe-
sized that this may be a part.al explanation for the fact that research 
thus far has shown that children are more apt to model the negative 
behaviors depicted on television than the positive ones. Other con-
clusions were that the samp1e did contain a great amount of both 
prosocial and antisocial value content; different series seemed to rely 
on different techniques to convey intensity; some series conveyed 
values with more intensity than others; and the sample did contain 
information about four of the seven values that are of major importance 
to children. • 
The Effects of a Parent Education Progra1n 
On Parent Attitudes and Manageinent Ski Is 
And on the Self-Concept and Behavior of 
Their Learning Disab ed Children 
By 
Stephen Leslie Leggett 
May, 1982 
Chairman: Paul S. George 
Major Department: Curriculum and Instruction 
This research study was conducted with learning disabled children 
and their parents to answer the following questions: 
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I 
1. Will the children of parents who participated in a parent pro-
gram show differences in self-concept, as measured by the Piers-Harris 
Children's Self-Concept Scale, from children whose parents did not 
participate in the parent program? 
2. Will the children of parents who participated in a parent pro-
gram show differences ·n classroom behavior, as measured by teachers, 
from children whose parents did not participate in the parent program? 
3. Will parents who partic·pated in a parent program show atti-
tudinal differences, as measured by the Parent Attitude Survey (PAS), 
from parents who had not yet participated in the parent program? 
4. Will parents who pa icipated in a parent program show improved 
behavior management ski) s, as measured by a behavior management 
vignette, when compared to paren s who had not yet participated in 
the parent program? 
The sample populat"on consisted of 46 parents who volunteered 
for parent educa ion and the"r 39 learning disabled children. The 
children were elementary students in the Orange County Flor"da, 
school d"strict. The parents were randomly assigned to experimental 
and control gro ps. he parents part.cipated ·n a parent program 
designed by the Parent Education Exceptional"ties Project developed 
specifically for use with parents of learning disabled children. The 
treatment consisted of six parent sessions. Parents were presented 
with factual information about their child s disabiJ"ty (cognitive), had 
common parental reac ions and parenting styles explained to them 
(affective) and were taught how to implement a behavior modification 
management system (behavioral). 
Parents were post-tested using the PAS and he behavior vignette 
while children were post-tested using the Piers-Harris. Continuous ob-
servations were made by teachers of student classroom behavior. 
Analysis of variance and multivariate analysis as well as the chi square 
test for change were employed o a alyze the data. 
T e results showed that there were significant differences favoring 
the experimental groups at the .01 level of significance for the follow-
ing dependent variables: parent attitudes, parent behavior management 
skills, and student classroom behavior. There was no significant dif-
ference found in student self-concept. • 
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The Effect of Health Education at the 
Postsecondary Level on the 
Reduction of Health Risk Behaviors 
By 
M. Jo Geren Edwards 
August, 1 982 
Chairman: Arthur J. Lewis 
Major Department: Curriculum and Instruction 
This research study was conducted with university students to pro-
vide answers to the following questions: 
1. Will university students who enrolled in a personal health course 
show differences in the level of health risk behaviors, as measured 
by the Confidential Health Profile for Adults, from students who are 
not enrolled in the course? 
2. Will the students who were made aware of existing health r·sk 
behaviors by a personal computerized analysis, without formal health 
instruction, show differences in the level of health risk behaviors as 
measured by the Confidential Health Profile for Adults, from students 
who received no instruction or analysis? 
3. w·n the students who participated in the personal health course 
show differences in the level of health risk behaviors three months 
after the treatment? 
4. Will the students who received only the computerized life style 
analysis, show differences in the level of health risk behaviors three 
months after the treatment? 
The sample population consisted of 68 Unive sity of Central Florida 
students who were enrolled Fall Te m 1981. Twenty-four students in 
experimental group one voluntarily enrolled in a personal health 
course, Medical Self Assessment. This group received 45 hours of 
personal health instruction. Instructional methodologies revolved 
around normative, re-educative change strategies such as change 
contracts, group discussion and self-awareness exercises. Experimental 
group two consisted of 22 students enrolled in a speech course which 
met at the same time as the personal health course. These students 
received a computerized analysis of their life style which identified 
existing health risk behaviors. No formal health instruction was given. 
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The control group consisted of 22 students enrolled in a separate 
speech class which met at the same time as the personal health course . 
Pretreatment, posttreatment and three months delayed post-
treatment measure were taken on each group using the Confidential 
Health Profile for Adults. Multivariate analysis of composite health 
risk scores, life change units, locus of control heaHh ranking, weight, 
systolic and diastolic pressures were employed to evaluate the data. 
The results showed no significant differences at the .01 level of 
significance for any of the dependent variables. Trends in weight 
reduction, increased exercise and reduction of cigarette smoking 
were noted. • 
Student Characteristics and Official 
Schoo · onpro01otion 
By 
Penelope Branscomb Leggett 
December, 1 982 
Chairman: Paul S. George 
Major Department: Curriculum and Instruction 
This study examined the relationship between student character-
istics and benefits of nonprornotion in the elementary grades. Record 
data were obtained from students nonpromoted in one large Florida 
school district during the 1978-79 school year. Data elements were 
sex, grade level retai ed, age, race, IQ, and achievement scores in 
reading and total achievement battery for three successive years. 
Amount of benefit was defined as change in the deviation from 
the county grade level mean in standard scale score units. Students 
were compared with their own relative standing the year of the non-
promotion decision. 
Data analysis included frequency distributions of all variables, 
stepwise multiple regression analysis, stepwise discriminant analysis 
using benefit as the dependent variable, and crosstabulations of 
benefit with each predictor variable. From 25.8 to 36 percent of the 
total variance in student academic benefit after nonpromotion was 
predicted by the objective variables used. 
-59-
Conclusions 
1. Typical characteristics of students who were nonpromoted did 
not ·match typical characteristics of students who benefited from 
nonprornotion. 
2. Although many students benefited if the goal was student 
self-irnprovernent 7 the majority did not benefit if the goal was having 
the student closely approach county grade norms . 
. 3. Nonprornoted students gained whi e repeating a year, but repe-
tition did not bring the majority of students up to the grade norm 
either the repeated year or the following year. 
4. Overall, students who retained the benefit when measured one 
year after the repeated year were those with the following character-
istics at the time of the nonprornotion decision: male or fema e (al -
though s ightly more females), first or third grader, older than average , 
white, with average or above average intelligence, and reading and 
total achievement battery scores within the critical range of 26 to 
100 points below the county mean. 
5 . It is important to emphasize that,. for both years, approximately 
70 percent of students who benefited had scores within the range o f 
26 to 100 points below the co nty mean the year of the nonprornotion 
decision. 
6. Finally, it can be said that students with the characteristics 
outlined in Conclusion Four have a strong probability of academic 
benefit from nonpromotion. • 
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